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" Introduction

) o

~

After spend1ng at 1east a quarter of a century and b1111ons of

do]]ars on schoo] 1mprovement efforts, the gaps between what schoo1

schoo]s, and what actua11y goes on in them seem to grow 1ncreas1ng1y .

'w1der. D1ssat1sfact1on w1th schoo]s,}of course, is a recurr1ng public

pastime._ But, as Good]ad (1981) has noted, 1t is tak1ng a more ser1ous
. : 4
The public schoo] system of the United States is exper1— _
enc1ng ‘a -series of _shock waves/ of such proportions that it
‘may not recover. _ Our school_ system has had troubles, real
and 1mag1ned, before . ¢ . It is essent1a1, ‘however, to
recognize the-difference between yesterday s and tdday's
. - malaise. Yesterday; the. attacks usually were against the -
people who_ran the schools -- their wrongheadedngss or . ° Y

turn:

their mindlessness == but. rare]y against the. institution.
Today; as often as not, thefattacks are against the insti-.

tut1on 1tse1f not. Just those who run it. . 4

To put it another way, S11berman s (1970) "crisis of the c1assroom" has

become a full b1own cr1s1s of schoo11ng. , ', L

Why? Eerta1n1y, the 1ack of .school improvement does not stem . ;
from a lack of try1ng.1 Rather it is our belief that the cr1§1s

’ resu]ts d1rect1y from the fa11ure to exp1a1n, understand, and change

\

. l . ~ K

The purpose of th1s 1nqu1ry 1s to illuminate this rather obscure and

crypt1c answer. But first, by way of 1ntroduct1on, cons1der Just one

releVant'theme that is revea]ed through the critical evaluation of . ~

ﬁcurrent schoo11ng pract1ce. j . -

H1stor1ca11y the stated goa]s for schoo]s, supported by ‘the

pub11c, have 1nc1uded four broad dreas: 1) acqu1s1t1on of fundamenta]
|
academic know]edge and skills,! 2) preparat1on for product1ve work and
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.respon51b1e part1c1pat1on in economic 11fe, 3) deve]opment of sk1lls.
1 f ] -
and: understand1ngs requ1s1te for act1ve part1c1pat1on in the complex

social and po]1t1ca1 structures of soc1ety and 4) personaﬂ deve]opment

teward 1nd1v1dua1 fu]f111ment Yet the. gaps between these 1ntents

and sthoolihg pract1ce can he read1]y 1nferred from observational

 studieés of c]assroom pract1ces s1nce the turn of the century to/the
‘-*-o

present 4 \ Further that the 1oft1est of our frad1t1ona1 edueat1ona]

a1ms--the deve]op1ng of all individuals to the1r fu]]est potent1a1 as

-

1iterate, cu]tura]]y en11ghtened, critical thtnkers who W111 ereate a-

. JUSt and democrat1c soc1ety--1s rare]y art1cu]ated in regard to pub11c

.

Schools: prov1des add1t1onal ev1dence of.an 1nst1tut1on off—course or,
at m1n1mum acritical W1th respeot to 1ts own purposeé\and pract1ces.

But the p1cture is 1arger than sGhooling 1tse1f.ﬂ In our ana]ys1s /
_t ‘

comp]ex cu]tura] ‘phenomena: ‘we ca]] “schools have evo]ved to the1r B

present forms prec1se1y as. adaptat1ons to a soc1o po]1t1ca1 context Voo

that is 1ncompat1b]e w1th the best of . our educat1ona] 1ntents.5 in
othér words, schoo]s have yet another set of goa]s--usua]]y unspoken

. ones--that p]ace schoo]s in a centra] ro]e in ma1nta1n1ng soc1ety in — -

/\

its current]y funct1on1ng forms. When we aeknow]edge this more 1mp11c1t
s
_ set of goa]s, scliool3"’ res1stance to 1ntervent1ons beéomes more eas1]y

understood. These goals that d1rect schoo]s to ma1nta1n the soc1eta1 .
status quo in many ways runccounter to innovations directed at the '
'development of 1nd1v1duals to the1r—fo+¥est potent1a].: The'creatioh of

a literate, culturally enlightened; er1t1cally th1nk1ng c1t1zenny |

. might very well wreak havoc with our current'po]1t1ca1, social., and

-

economic structures. 0f course, phildsophers and educators have debated

-1
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for centur1es the extent to which educat1on shou]d deve]op the indivi-

[

dual or serve the needs of the state. The confT1ct cont1nues, of

- course; because nowhere yet has been developed the ideal Just;and

- a

democratic state that is best served by individuals aéve'mp'ed to their
fu]]est—-academ1ea]1y, vocat1ona11y, soc1a11y, and’ persona]]y. The

T

usua]]y tenuous comprom1se or reso]ut1on of .this- conf11ct is that .
' 1nd1v1dua1 deve]opment proceeds on1y to the~po1nt where it beg1ns‘to
threaten the status quo. |

A major. barr1er, then,. to 1nnovat1ons that attempt to br1dge the
- gap between educat1ona1 1ntents and schoo] practice is that they‘run
head]ong 1nto a. dom1nant set of be11efs and assumpt1ons that permeate -

society and d1ctateéhow schoo]s-shou]d operate in order to maifitain
h

'consc1ously mapped out consp1r-~

m |

soc1ety as it is. ’iiie'thﬁs is not.

acy by the educat1ona1 commun1ty, we are suggest1ng this soc1o—po11t- e

jcal phenomenon has a’ consequence of nurtur1ng schoo]1ng norms that run

counter to the best 1ntent1oned goa]s oF educat1on. And- the prob]em is

. 9reat1y exacerbated by an uncr1t1ca1 acceptance of these norms. Tak1ng

_an acr1t1ca1 stance, we usua]]y th1nk of schoo]s -as neutra], non—

Fwe11 as they can. We assume they are eager for new practices that w111

. enab]e them "to do better." Change~attempts have-rested on these .

assumptions and as a resu]t - have coqéentrated the1r energ1es on the .-

-

"deve1opment of better educat1ona1 techho]og1es. L1tt1e attent1on has.'

_been g1ven to the exam1nat1on of the values and be11efs on wh1ch schoo]

practice rests. o . o B S .
More than better éauaatiah%iltechno1ogy 1§ ‘required for school
change. School renewal, which we believe tolbefa,fundamenﬁég :

o) -
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prerequ1s1te for mean1ngfu1 schpo] 1mprovement requ1res the serious -
: cons1derat1on of normatlne (as we]] as techn1ca1) quest1ons as a |
1eg1t1mate pant of the change effort. It is. thereby, ant1thet1ca1 to ~
the homeostat1c -mechanisms- wh1ch schools .and. schoo] systems have. eh_mhy_;?ﬂ,
adapted.: To. the extent'that this view is close to the. rea11ty of |
schools (and we will further argue that it is), 1t 1s 11tt1e wonder

" that major schoo1 dnnovations have achieved 11tt1e in the way of
1ast1né successess The socao]og1sts .and anthropologists who have
intehsiv;1y studied schools could probab1y have predicted this resuTt;
But perhaps it has been necessary to accumulate years of exper1ence to
' verify this outcome and ra1se the consclousness of the . research/—

.eya;uation éoﬁﬁunity to new paradigms of inquiry. 4
What we W111‘offer here may be an 1dea11st1c not1on but, we -

submit, no more idealistic and, hopefu]]y, more rea11st1c than the

notions that have gu1ded past 1nnovat1ons and change efforts.

"In short, we propose qua11tat1ve and quant1tat1ve emp1r1ca1 proeedures

"’to serve. pr1mar11y as cata]ysts for format1ve, cr1t1ca1 ref1ect1on--a

varocess that, in fi; ent1rety, we w111 call cr1t1ca1,1nqu14y, At the

heart of this proposa] is a methodo]og1ca1 perspect1ve that embraces .

bot h rad1t1ona1 and a1ternat1ve forms of 1nqu1ry while be1ng driven by

. agcrltlcal theoret1ca1 perspect1ve as. thegslnegqua non for school e

renewal and the 1ncreased potent1a1 for schoolgchange Thﬁs perspect1ve:

perm1ts those 1n schoo]s to know the1r schools if ways that prOV1de

.,‘y

both the 1mpetus and d1rect1on for change. And th1s -of course; 1s
 }

what we env1s1on,as a renew1ng schoo] T It is 1mp0551b]e to develop’ th1s

thesis in a comprehensive way. in this report.5 However, we will

S M et ’ ’ ’ X .ot . .
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.separate conceptually and to operationalize via survey, questionnaire,

. . . ) S .
test, structured interyiew; observation schedule, orany other standard-- .

ized method of data collection. We are adopting, here, a very pragma-

tic stance, based upgﬁ’% belief, rooted_ln experience; in the heuristic

4 | ,
potential of data gathefed in this fashion; so long as they are reason-
. o SR SN
ably reliable and valid (according to traditienal canons) and not ,

over-interpreted undet the guise of scientism. Our belief in the
: heuristic ooténtﬁa1.6? this kind. of informatioh as the emp1r1cé]
"data-base" of a schoal; i.e.; its ability to enr1ch “the exper1entiaj
basis for interpretation, understanding and normative critique,
requ1res an ggg}gratorx stance on data ana]ys1s and 1nterpretatTon.d
Emp]oy1ng natura11st1c methodo]ogy for the: 1nterpretat1on of
| phenomena_prov1des a depth of understanding not permiited by the more
.posit§Vist ﬁéiﬁaaaagiég; ‘This second approach permits adding the
texture of 1nd1v1dua1 meanings to the' deseription-of the context. This
ﬂapproach adds a sense of the whole 1n term5\62 how human beings w1th1n
;the context exper1ence it. In other words th1s methodo]bg1ca1 per-
spective attempts. an inté%pketive undbrstand1ng of the static proper-
/ t1es, human behav1ors, and fee11ngs that make up the school sett1ng.
F1na11y, the th1rd approach p]aces know]edge ga1ned about the )
schoo] sett1ng w1th1n its social and h1stor1ca1 context. Building on
the "facts" and the persdna] meanings that are gathered the critical
orocess offers methods by which the social and po]1t1ca1 meanings of- :
schoo] events can be understood Furthermore, norms for assessing

these events and gu1d1ng futire pract1ce are embedded in critieal -

- : -
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-organ1zat1ona1 structures patterns of behav1or and ways of

~context. This is not to/say that all schoo]1’g"

_of their environment. From tﬁé’paftiéuiaf solutions that a group

chooses from among 1ts ava11ab1e4a1vernat1ves come the part1cu1ar

-
EN

interre1ating Which constitute a way of 1ife that has meaning to that
group.. Inciuded jn these solutions; too, are the _assumptions and belief
systems that those in the setting come to hold about the nature of

=the1r environment and the peop]e in it. Cu]ture'therefore, is more

- »

than Simply a group s ways ,0f doing things, it is also the: mean1ngs the"

<

group attaches to these ways,- Important as we]] to “the understanding
of cu]ture is the recogn1t1on‘that all of these e]ements—-organ1za—
tional structUres, behavior patternsﬁ under]y:;g be11efs,_’7dr '
mean1ngs-—have botn manifest and 1atent consequences for the members of
the grdbp and the events that take p]ace “in"the sett1ng.

We believe that th1s def1n1t1on of cu1ture provides the necessary
perspect1ve from which to v1ew schools as changes are attempted in ..

them. First, it 1eads us to see/the organ1zat1ona1 arrangements and

‘u

_act1v1t1es of the school as, erposeful' they "maka sense" in the

's can be

Just1f1ed but rather they can besunderstoo' in the sett1ng \Zecond,‘

th1s cultural view demands that the schoo] enV1ronment be approached as-

a who]e--tak1ng 1nto account the 1nterre1atednefs of- organ1zat1ona1

strUftures, 1nd1v1dua1 benav1ors, and underlying be11efs—-rathe& than

_as a co]]ect1on of\1solated or independent e]ements. Third, by

cons1der1ng under1y1ng assumpt10ns and 351121 ystems as well as\

_ observab]e structures and behav1ors we arr.]ed to exp]ore not on\y

.what schoo] processes and outcomes are 11Ke, but a1so-why partﬂcular

organ1zat1ona1 and behav1ora1 a1ternat1ve$ and nox\others eybuVéd_as-




~appropriate in a'partfcuiar setting. And fourth, the dfrectfon of our

attent1on to the 1atent gs we]] as mamifest consequences of events in

 the schoo] sett1ng broadens our V1ew of” what m1ght be_ eons1dered

——. —_

* outcomes of schoo11ng and effects of change. When- taken together the
elements of/;b}s”fﬁitura] V1ew of schoo11ng compe] us to approach <
schod]s and school’ change efforts with a sense of the who]eness and >
-integrity of the system and permit us to take into account bothnsources
: of resistance to change attempts and the broadést rangé/of“effects such
attempts m1ght have It is the kind of understand1ng that comes from .

' th1s perspect1ve that schoo]s and those who are try1ng to he]p them

s need in order to change in fundamenta] Nays.

Gng final po1nt is important here. He recogn1ze that a .
> cons1derab1e sameness exists among schoo]s--what we m1ght call a - \
-gerieral schoo11ng cu1ture--resu1t1ng from the fact that much of What

happens in schoo]s is a ref]ect1on of thé 1arger soc1ety in wh1ch they
‘are situated. Neverthé1e55’ each scheo] has a part1cu1ar culture in - =
which organ1zat1ona1 arrangeménts patterns of behav1or and_ .
assumptions have come %&;o be1ng in a un1que way .° Nh11e it is p6§§Tb1e
fto descr1be cultural. patterns 11ke1y to be found at a11 Schools, these
' are abstract1ons. The ]oca1 schOOT J§ the settlng where social;
po11t1ca1 and historical forces on schoolwng are-translafed into
pract1ce, at each schoo] this is 11ke1y to happen 1n d1fferent ways.
Ehange efforts based only on an understand1ng :of a ggneral (abstract)
;sehoo1 cu1ture and not on its part1cu1ar form ‘at the 1oca1 schoo] e v
AW111 1gnore what 1is most cr1t1ca1 the part1cu1ar structures,

o behav1ors, meanings, and be11ef systems that have evo]ved there. These

_part1cular cultural elements- -what”Sarason (1982) calls :

: _.,;:'i,;-,;,;,,,,;:, : . %,-La
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" regu]ar1t1es--are both the 1oca1 man1festat1ons of the- genera]

sch0011ng cu1ture and the accommodat1on ‘of the school 0 the socral and

P S

p011t1ga1 _pressures exerted by its part1cu1ar commun1ty both .. -
h1stor1ca11y-and in their contemporary forms; These Iocal school
.regul'ah",tiés' constitute both what must be.understood Tf change - to be
achieved and what-must be altered if change is to be anything but = a

. tr1v1a1

But 1t is exact]y these regu]ar1t1es that are over]ooked 1n most

’

-change attempts.- Th1s over100k1ng most 11ke1y resu1ts from the.
powerfu] under1y1ng be11ef that these regu1ar1t1es are natura]

Because they arei based on assumpt1ons that are rare]y made exp11c1t

s ,
7 conceived. Further; as Sarason'(1982) 30 c]ear1y states:

o

. "But here ome runs smack 1nto thé sbstacle of another

*..characteristic-of school culture: there are no vehicles_ of
discussion, communication or- observation that allow for A P
variation to be raised and product1ve1y,used for purposes of he]p
and change" (p 109) ,

Changing schools; we ééha'u'ée; requires Br’ea'k{n'g through this ‘

* natural order™ of things as it has evolved for the organization of
schooling: The‘duestioh is'hoW? It should be _quite clear that we
believe it to be exceedingly difficult, if not impossible, to implement

\**vjab1e.chaﬁ§é efforts witheut'ongoing and concerted renewa1 efforts at
the Tocal 5&566155 For reasons a1ready ment1oned and for reasons
yet to be mentioned; we feel an expanded methodo.og1Ca1 perspect1ve

- driven by~cr1t1ca1 theory can provide tho yehicles:Sarason refers. to

and -can fac111tate the 1nst1tut1ona11zat1on of schoo] ‘renewal .

B

-




. _ .Three Faces of Inquiry - - ' .
\. . ’ . ; .>‘ ..’ B . . . .

"methodolog1ca1 schoo]1ng has been 1arge1y 1n the trad1t1on of the b
sc1ent1f1c»method and the hypothet1co deduct1ve parad1gm presumab]y ) ‘
;borrowed from the phys1ca1 sc1ences.7- Although we often stretch and

shape the steps’ of th1s trad1t1ona1 sc1ent1f1c parad1gm to meet the’
ex1genc1es of the soc1a1 and behav1ora1 sc1ences we st111 th1nk about .

the att of’1nqu1ry in much the same way as, say, a phys1c1st attempt1ng

to support or reaect a’ “theory of mot1on, light,- temperature etc. Th1s
approach to 1nqu1ry derives from‘those "schoo]s_ of, ph1losoph1ca1

thought 1abéled var1ous]y as 1og1ca1 p051t1V1sm, emp1r1ca1 ana1yt1c f

sc1ence, SCTEnL1f1C emp1r1c1sm, ‘and so. on: ,'.,; | é‘~ '
_ - But thexe-are at 1east two other separate and genera] orientations

for systemat1c ingquiry W1th strong ph1losoph1ca1 roots‘and demonstrab]e;

ut111ty for the soc1a1/behaV1ora1 sciences. The more fam111ar 1s the: |

whole c]ass of natura11st1c methodo]og1es. The debate between the

"natura11st1c“ Vs. "sc1ent1f1c" modes of 1nqu1ry, of course, 1s an. o]d :

"qua11tat1ve“ vS. “quant1tat1ve" and/or "subJect1ve vs “obaect1ve“;m
“ methodologies. As has been argued by others (e g.»: Scr1ven, 1972 and
;R1st 1977), these can be simplistic dichotomies that, wqthout proper

qua11£4eat1on, *serve only to stereotype otherW1se profound d1fferences f

. *and s1m11ar ties: : o
A]though there are certa1n1y notab]e d1fferences in the array °£//% |

"

naturalistic methodo]og1es (e g: phenomeno]ogy, symbo11c 1nteract1on,

and. ethnomethbdo]ogy) they are a11 essent1a11y or1ented toward the

. 4 . -




interpretation and undessfanding of social events in the terms of the

meaning for the part;'1pants“ﬂn those events. The émphasis upon
1nterpretat1on has led to the use of the term "hermeneut1cs as a
genera] descr1ptor for .this mode] of 1nqu1ry wh1ch places a prem1um on

)
1nterpretat1ve understanding {in contrast to the pos1t1v;st ‘tradition

wh1cn focuses on exp]anat1on via pred1ct1on.8

The second major departure from the emp1r1cal ana]yt1c tradition
is 1ess well known and much more séparable. Its roots are also in the
hermeneutical tradition. But, as a phllosophy of 1nqu1ry, it
represents what m1ght be thought of as an extension of bnterpret1ve
1nqu1ry. We are referring here to the cr1t1que of know]edge, that 1s,

the app11cat1on of d1a1ect1ca1 reason to the exp1anat1ons and .

-

understand1ngs ga1ned throughspred1ct1ve and 1nterpret1ve 1nqu1r1es.
But 1nqu1ry does not happen }\aﬁ normat1ve vacuum as many traditional
soc1a1 sc1ent1sts wou]d have us believe. - By def.n1t1on, at the heart
of d1a1ect1ca1 reason. 1s the search for truth through unrestra1ned

discourse. And: when app11ed to social 1nqu1ry,‘the;pol1taca4—1mp11-
_cations can be summed up 1n a word--eman lpatﬁon A soc1a1 sc1ent1st
1ho 1s comm1tted to the crlthue/of soc1a1 know]edge, is therefore

/ . -
conmqtted to the. ~itique of 1deo]og1es.97 . s

g

Nhafgftherefore are the . 1deo1og1ca1 interests 1mp11c1t T™n the
f1rst two faces of 1nqu1ry’ They can be. many s but, 1f we accept the,
-r‘

argument thus far, they cannot be emanc1patory at a gener1c level.

" Look 1n any textbook in the trad1t1ona}—mode of emp1r1ca1 1nqu1ry and

you w111 f1nd, in reference to the purposes of research (or "SC1ence“),_

that the a1m of social science is to predlct and control humaﬁ’E(ha-

vior. “Understand1ng" is equated to empirical support of a heorz

@ -

¥,
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But a theory, is a "set of 1nterre1ated constructs - (concepts), def1-

n1t1ons, and prop051t1ons that present a Systemat1c view of phenomena

by spec1$y1ng ne1at1ons among var1ab1es w1th the purpose of exp1a1n1ng‘

and pred1ct1ng the phehomena (Ker11nger, 1973 p.‘9)

Aithough one Has. to work harder to d1g them out, S1m11ar frames of

referencq can be found in the app1qed forms of phenomeno1ogy. For

examp]e B]umer (1969) dgf1nes emp1r1ca1 science as "an enterpr1se that

,1 seeks to deve]op 1mages and conceptions that can successfu]]y hand]e

-

and accommodate the res1stance offered by the emp1r1ca1 world under
study“ (pp 22- 23) The : methodo]ogy and ep1stemo1ogy of symbolic |
}1nteract1on1sts are in: many respects wor]ds apart from those underlying

RS

the emp1r1ca1 anaTyt1c trad1t1on. But the ideas of man1pu1at1on and

- contro] are 1nherent (1f‘not 1ntended) in the above quotat1on. 7

: The most systemat1c deve]opment of the third face of inquiry has

resu]ted 1n what has\come\to\he labelled cr1t1ca14theoey. At the core
of th1s theory i§ a normative stance\that eschews hegemony of any form-
and therefore demands unrestrained and undom’\ateg\dla1ogue in the
proeess of social and po11t1ca1 cr1t1que. It is therefore an ep1stem-
‘ fo1ogy of transformative act1on hav1ng its roots in the Irad1t1ons//ﬁ\\.

1
Kant Hégé] and Marx as 1nterpreted more recently by the German philos-

-

o ophers Horkheimer, Adorno Marcuse Ape] ‘and Habermas. Bdt there is

also a strong‘Lat1no trad1t1on behind the idea of .a cr1t1ca1 social

science as reflected primarily in the writings and practice of Paolo
Freire. Moreover, an Anerican connection can also be made in the .
phﬁosoph'ica-i work of John Dewey . A1tho'u'g'h' it can b’e’ af"g"u'éd that beWey '

of 1nté11éctua1 freedom and th. démocrat1c pursuit of values-clari-
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fication ¥is a vis knowledge acquisition through experience and action.

$o as not to confuse matters here, however, we will_save more in-depth
disctssions of Freire's and Dewey's «contributions_for subsequent

shadowed by the profound commonalities induéé& by their shared emanci-
satory interests.l0 AE least from a méthodologically oriented - .
perspective, Habermas (1970, 1971, 1973, 1975 and.1979) is among_ the
ﬁbSt‘pf6V6catiVé ana;infiuéhtiai of theéé'éotiéi‘éhabﬁéiéfiééi philos-
opher/theorists.- He has (among other’ things) raised the level of

consciousness ‘of many social scientjsts to the essential paradigm

&
2

vy

diffe¥ences underlying the three faces of ?ﬁdﬂify;'AAEEBFa?ﬁg tQ,;?;“
Habermas (1971):

.. . . There are three categories of processes of inquiry .
for which a specific connection between logical=methodology-
jcal rules and knowledge-constitutive interests can be :

demonstrated. The approach of the empirical-analytic
sciences! incorporates a technical cognitive interest;
that of the historical-hermeneutic sciences incorporates -
a practical one; and the approach of critically oriented.

sciences incorporates the emancipatory cognitive interest.

- .. . In the empirical-analytic sciences the frame of
-, reference that prejudges the meaning of possible state-.
ments establishes rules both for, the construction of = = . .
/ theories and for their critical testing . < + .. Empirical-
I analytic knowledge is thus possible predictive knowledge.
| However, the meaning of such predictions, that is their.
| technical exploitability; is established only by the rules
\ according to which we apply theories to reality.
., . . The historical-hermenentic sciences gaih knowledge -
i 4n a different methodological framework. Here the meaning
|\ of the validity of propositions is not constituted in the ,
\ frame of reference of technical control . . . .  For theories

"are .not_constructed deductively and experience is not organ=
" jzed with regard to the success of operations. Access to_
the facts is provided by the understanding of meaning, not

observation._

. . . Acritical social science; however; will not remain

satisfied with this. It is concerned with going beyond this’
. \ __ . : . .
PR .
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godl to determine when theoretical state

ne when | | ents grasp invar-
iant regularities of social actjon-as sugh and whefi they

express ideologically frozen. relations of depéndence that can
-in principle be traniformed. To the extent that this .js.the _
case, the critique.of ideology . . . [Ptakes]'into account that -
information—about lawlike Cbnhéct}9n5;§ét§,off,a process of =~ -
reflection.in the consciousness of those whom the laws are about.-

~ Thus the level of unreflected cohsciousness, which-is one of

- --the initial condifithMOf;sggﬁzlaws, can be transformed. V...

3 .. . The methodological Framework that determines the meaning
{5? of the validity of critical propositions of this.category is
established by the concept of self-reflection. . The latter
releases the subject from dependence on hypostatized powerse®
- Self-reflection is_deterfiined by an emancipatory cognitive -
interest. Critically oriented sgiénces share this interest:” -
- with philosophy. (pp. 308-310) =~ . . . S
To bé sure, this trilogy of iSOmOrphisms,bétWéen kﬁbWTéﬂgé-éﬁa;
L TTT e e e S oSN
cognitive interests has a good deal of seductive appeal; especially for™,

. -

those wishing for a strong philosophical basis for ‘rejecting -

traditional science.!l But as ve reflect upon these distinctions,
“ﬂ,iﬁéy,Béébhé;ihékeasingiy-51Urréd12 and we become increasingly
sympathetic with critiques su .h as this:. | ~

It is.a fiction=-and not a useful methodological one--to

suggest that there are categorically different types of . .
inquiry and knowledge. But it is not a fiction--rather '

r it is the locus of.the most important controversies about
the riature and 1imits of human knowledge, -as it'pertains to ' L
social and political inquiry--to see how the battle of .e o ? N

competing technical, practical; and emancipatory cogni- .

+tive interests continues to.rage. . (Bernstein; 1978; p: 43)
To put it another way, we suspect:an epistemological "trap can be

created through assuming necessary and-sufficient connections between

methed and the political content of;éégnitivé iﬁté?ééfs; Conducting
,,,,,, empirical analytic inquiry, for example, ?oes‘gggjnecesSAri1y imply a
hidden ;génﬁa of domjnation. On the other ﬁaﬁa@ a hidden agenda of
dominétiqh cannot.'in»principle,suTvivé:éﬁdnquiry based upOn‘criticai“;
theory. An§ thiﬁ;fiﬂdee§, pg&pfs #ﬁé iay_éﬁf of the irap;-a truly

- %¥“~ ¢ T
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»crtt1 jue by cr1t1ca1 théorists trad1t1ona11y der1ves from EXlStJEg

test, structured 1nterv1ew, observat1on schedu]e or any other

pfaéticai inification -of the ‘three faces of,inquiry requfrés the

a

_seif—carreéting ep{stemoiogicai stance that is made to order in criti--

cal theory -
The pract1ca1 feature we suggest is th1s: “The substance for

know]edge (and the 1nterests under1y1ng this know]edge) accumulated
through other modes of 1nqu1ry. what we w1sh to suggest here.takes
thts process a smﬁii but 'we think s1gn1f1cant, step forward He ,; ]
propose the de11berate accumu]at1on of add1t1ona1 exp]anat1ons and
understand1ngs¢ by peop1e in a spec1f1c sett1ng, who W1Sh to change

that sett1ng, and who detérmine what add1t1ona] 1nformat1on ‘may be ... -

relevant to change efforts--a]] for the’ expressed purpose of further1ng

: cr1t1que in a construct1ve “and cr1t1ca1 theoret1ca1 fash1on.

In other words, we are estab11sh1ng an ep1stemo]og1ca119~véﬁ1d

ZHBES1S upon which we (1) acknowledge cr1t1que as a 1eg1t1mate method of

1nqu1ry, (2) acknow]edge va]ues and beliefs as an unavo1dab1e med1um

~ through which inquiry is conducted and (3) proposé'an {ﬁau{ry'

7 approach dr1ven by a cr1t1ca1 theoret1ca1 stance, that embraces

appropr1ate 1nformat1on gathered from natura11st1c and emp1r1ca1
\

ana_lyt1c 1nqu1r1es. , . e | _ .

. . . o L I VU g e - - - .Z _

How is this "working synthesis" relevant for educationa] 1nqu1ry
and schoo] renewa]’ F1rst, as logical emp1r1c1sts we can obta1n a
tentat1ve descr1pt1on of'those features of the schoo] context that we

see as crUc1a1 and are W1111ng, for the sake of measurement to

’ separate conceptua]ly and to operat1ona11ze via survey, quest1onna1re,

standard1zed method of data co]1ect1on; We are adopt1ng, here,‘a‘ver§'

14
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pragmat1e stance; based upon a be11ef, rooted in exper1ence, in the

heuristic potent1a1 of data gathered in th1s fashion, 50 1ong as they

are reasonab]y re11ab1e “and va11d (accord1ng to trad1t1ona1 canons) and

- not over-1nterpreted under the gu1se of scientism: Our be11ef in the

—————

heur1st1e potent1a1 of th1s k1nd of 1nformat1on as the emp1r1ca1
" “"data- base" of a schoo], i. e., its ab111ty to- enrich the exper1ent1a1
bas1s for 1nterpretat1on, understand1ng and normat1ve er1t1que,

/.

requ1re> an exp]oratory stance on data ana1y51s and 1nterpretat1on.

& -

The payoff of the emp1r1ca1 ana1yt1c perspect1ve 1s the serv1ng up

of a cont1nu1ng common base of EllClt deScr1pt1ve mater1a1 which can

' serve as a cata1yst for further 1nqu1ry.l wh11e some of the 1nformat1on |

may be a1ready known to all of the part1c1pants, and much of it known
to some: of the part1c1pants, a cons1derab1e port;on of the 1nformat10n
g will be new to many. The d1scovery of apparent re]at1onsh1ps among
contextua] e]ements should prov1de;fresh 1ns1ght to all part1c1pants.

. about "the way- th1ngs are" and st1mu1ate mov1ng to the\next 1eve1 of

1nqu1ry, i.e., en]1ghtenment——mak1ng pub11c.the_pr1vate framesfof

reference. _ : L

Emp]oy1ng natura11st1c methodo]ogy for the 1nterpretat1on of -
phenowena--prov1des a: depth of understand1ng not perm1tted by the more
p051t1v1st methodo]og1es. “This second approacnvpetmnts add1ng the
-texture of 1nd1v1dua1 meanings.- to the. descr1pt1on of the context.
I;Go1ng beyond the “facts" y1e1ded by the data collected in the

_ emp1r1ca1-ana1yt1c mode this approach adds a sen?e.af the who]e 1n'

terms of how human be1ngs within the context experience that context.

'In other words, this methodo]og1ca1 perspect1ve attempts an

:

A




interpretive underStanding of the static. properties, human behaviors, S
and fee11ngs that make up the schoo] sett1ng. K SR - - ;i\
The mean1ngs that the sett1ng ho1ds for TLS part1c1pants may be
sought by haV1qg outs1ders make deta11ed observat1ons of events w1th1n,-.
-the sett1ng and conduet 1nterv1ews with, part1C1pants (as 1s typ;ca11y |
done 1in qua11tat1ve research) More appropr1ate, however for
'schoo1 -based 1nqu1ry and 1mprovement efforts would be the mean1ngs’_“
fie11c1ted through ref]ect1on on and 1nterpretat1on of propert1es and

behav ors by the peop]e 1n the schooT This. ref1ect1on and

-?nt'rpretat1on by 1nd1v1dua1s 1n the sett1ng cou]d be expected to add-

new d1menS1ons of 1nformat1on not perm1tted by the convent1ona1 data

'co]]ect1on process. These. d1mens1ons are not predetenm1ned but emerge '%i
dur1ng the process of mqmry and 1nc'lude the vaTmng lof the experience |

" under scrut1ny, mak1ng Judgments about the 1ntr1ns1c worth of phenomena.‘“

and assess1ng the1r 1mportance in relation to other’ ends. Important]y, f

since: statements made dur1ng such a process wou]d be supported by

reasons, the part1c1pants' bases for mak1ng deC1s1ons their unaer1y1ng

' assumpt1ons and be11ef systems, can become exp11c1t and subJect to
srrut1ny as we]]. ' ' '

F1na11y, the third approazh places- know]edge ga1ned about the

-schoo1 sett1ng w1th1n 1ts social and h1stor1ca1 context.v Bu11d1ng on%

7 the "facts" and the personaT mean1ngs that are gathered the cr1t1ca1

"schoo1 events can be understood : Furthermore, norms for asses51ng

*these events and gu1d1ng future pract1ce are embedded 1n cr1t1ca1 .

methodo]ogy,“prov1d1ng a fundamental cr1ter1on for the d1rect1on of

,,,,, 3

change/1mprovement. In “these. ways cr1t1ea1 1nqu1ry makes poss1b1e a

_.{\ :
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~much fu]]er cons1derat1on of the 1mp11cat1ons of what 1s done 1n

schools. Those in schools can gain insight ?nto why part1cu1ar

. pract1ces came 1nto be1ng *and how human 1nterests are served by them.
The‘methodo1ogy*of cr1t1ca1 reflect1on demands that part161pants .

L. f“attend to how educat1ona1 structures, content, and processes are 11nked

: L. , [
: soc1a1, po]1t1ca1, and econom1c context in wh1ch the schoo] 1s

e T

.ﬁ‘51tuated Such quest1ons as "Uhat are the effects on partlc pants ofL—f—* -

Aorganizat1ona1 patterns?" force the exam1nat1on of both the man1fest '

:and 1atent consequences of educat1ona1 pract1ce. Exam1nat1en of 1atent .
consequences necessar11y 1nc1ude a con51derat1on of soc1a1 po11t1ca] |
and educat1ona1,.as well- as’ pureTy 1nte11eetua1 effects and benef1ts,ff
_By br1ng1nglthese re]at1onsh1ps to the surface, educat1ena1 . '
pract1t1oners can become aware that patterps of events and their ‘ ;?

- explanations are not merely common sense, neutra], or/ben1gn, but grow

i1
&

out of and,_1n turn, affect part1eu1ar 1nterna1 and externa]

conditions: T o - -

¢
During the prqﬂbss of critical 1nqu1ry, then, part1c1pants come :'-'pﬁ

to view schools from the k1nd of cu]tura] perspect1ve we suggesteg;”'“\
earifer is essent1a1 for change. " They become .conscious of how current .u';-
;Wéyg of schoo11ng are grounded in the 1arger h1stor1ca1 and soc1a1 SR
“~, context of the cu]ture as we]] as %9 the part1cu1ar 1nst1tut1ona1 and
soc1a1 context of the cu]ture of the schgo] It shou]d,a]so become
ETéar that the range of educat1ona] alternatives that.are ord1nar11y

== *

cons1dered 1s 11m1ted to those that ref]ect the dom1nant soc1a1*

LR N . D“ =

po11t1ca1, and econom1c modes in the 1arger $ocial milieu. Th1s k1nd




of awareness, which has probably not Bééﬁ‘ widespread so far in se’hooi

-p]ann1ng and dec1s1on-mak1ng, shou]d enab]e those cons1der1ng 1mprove-'»

ment in schools LO ‘move beyond’tonvent1ona1 -and 11m1ted th1nk1ng In

Sh‘o'rti cr:t1cal inguiry looks at;add1t1ona1 data, and;sg{Jncreases

”//’ """ f what s

\ understandmg 0

! \j> But 1nqu1ry driven by cr1t1ca1 the%ry goes Further than 1ts
..‘ attempt to free: part1c1pants from the soc1a11y 1nf1ueneed -and 1arge1y

unquest1oned assumpt1ons that 1imit chqlceSfa’H act1ons The bas1c

/
concern of cr1t1ca1 thggry/Ts Tovement toward an emane1pat°d form of

" make their own h1story with w111 and conSC10usness" (p. x1 in

o

. McCarthy's 1ntroduct1on to Habermas; 1978) Cr1t1ea1 theory embod1es X
an ethical stance that d1rects change efforts toward, foster1ng

non- exp1o1t1ve 1nterpersona1 re]at1onsh1ps and p1ae1ng human be1ngs)as {»

conscious moral agents in the centra] ro]e of determ1n1ng the d1rect1on i

of soc1a1 evo1't1on (Coomer, 1982) Thus, critical theory is a soc1a1 ‘
' Ao = Jom

theory with a pract1ca1 1ntent1on, that. of the se]f-emanc1pat1on of

human be1ngs from the constra1nts of dom1nat1on of whatever form and

however concea]ed by soc1aT po11t1ca1, and econom1g patterns anq

1deo1og1es (McCarthy, 1978) g T

’

The,re]evance of sueh a potent1a11y emanc1patory and purposefu]

k1nd of 1nqu1ry to the process of schoo] 1mprovement shou]d be se]f-

-

eV1dent ‘ Both the process and aim of cr1t1ca1 theory are cons1stent.

with what ve most often c1a1m to be the fundamenta1 a1m of educat4un

'_' ifgélfngheeﬁjew eu1t1vat1ng the ‘best 1n human beings southeyfmay L
“ create a just soc. . A cr1t1ca1, se]f—ref]ect1ve knﬁw]edge of both

-

‘the culture of the scf .o and-the.outs1de soc1a},and po]1t1caT’context

Ls
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that shapes. the1r decisions, actions and rat1ona1e§ might - ‘enable those
1nvoﬂved in the conduct of schoo]1ng to a]ter educat1ona1 pract1¢e.
.ﬂtoward more'humane-means and ends. L : N - -

The methodology of cr1t1que rests upon competentucommunlcatlon and

on a be11ef in the potent1a1 of groups to reach a "Just1f1ed consensus”

3

'about the truth of what existsy 1. .5 1ts mean1ng in relation 1o the

\

1arger soclal context, and.to determ1ne a1ternat1ves directed toward

ﬂfun1versa1-human 1nterests. In habermas V1ew, if Jiscourse were to.

~ take p]ace unHer 1dea] conditions., yh1ch 1nc1ude the suspens1on of al]

-

: mot1ves other than the 1ntent1on of com1ng to an understand1ng abo

twhat exists and the determ1nat1on "of the best course of action, then
the force of the better argument would permit reach1ng a 3ust1f1ed
.consensus (Habermas ]979) wh11e ‘the forego1ng 1s a gross]y
over51mp11fﬂed descr1pt1on of the process of cr1t1que, it. shou]d be S
clear that the basic requ1rement is the creat1on of un11mtled -
opportun1ty for d1scuss1on, free of constra1nts from any source: Thus, ;;
the me%hodo]ogy of cr1t1que i$ inextricably tied to'its a1ms.l The |
1dea1 c1rcumstances of ]1fe, i.e, freedom and Just1ce, are a]so the
character1st1cs necessary for a commun1cat1on s1tuat1on dur1ng which
cr1t1ca1 1nqu1ry and dec1s1ons for change can gpcur. In this way, the
means/ends dichotomy is e]1m1nated in the thegsgmadd pract1ce of
critical inquiry. T

If the idea of cr1t1ca1 1nqu1ry sounds su5p1c1ous1y 1ike Dewey

?‘,resurrected, it ought to. -L1ke good W1ne, Bewey gets”better with age.

¢

".But also w1th good wine, peop]e seem re1uctant to drink 1t téo soon.

Perhaps the time 1s f1na11y upon us to act upon the 1ntox1cat1ng vision

A




created by John Dewey over sixty years ago jn‘ReéonstrUCtibn‘in

~ Philosophy: : ' -

' When philosophy shall have co-operated with the course of_
events and made clear and coherent the meaning of the daily
detail, science and emotion will interpenetrate, practice . . A

) ' and. imagination will embiace. Poetry and religious feel- ¥ L

; .- ing will be the unforced. flowers:-of 1ife. To further 5 =~
- . this articulation.and revelation of thé meanings of the ,
current course of events is the task and problem of = -
.~ philosophy in days of transitich. (pp. 212-213) o
~ For- Dewey, "philosophy” and inquiry.are synonomous. And inquiry is
barren -- is without péaciicaivv51Ué';: when devoid of "moral® . . .

¢onsiderations. He eschews the dichotomy between theory -and practice

‘and the "dualism which now weighs humanity down, the split bétWéén_thg o
material, the mechanical, the scientifsc and the mh aT ‘and ideal”
_ (p. 173). "His conclusion, obviously, is that -

_....reconstruction can be nothjng less than the
- work of developing, of. f’ormind of producing (in ,‘
the 1itgral senseqf that word) the intellectual
" jnstrumentalities which will progressively direct
. inquiry into, the deeply and inclusively human--__ : -
~ that is to shy, moral--facts -of the present scere -
_and situation.  (p. xxvii)- - =~ o

.

The key concept here -is Dewey's use of the term intellectual. His

“proposed méthodoiogy"forﬁacHTeVihé the reconstruction is nothing
more--or less==than shiftihé “the weight and burden ‘'of morality to -
intelligence ..... inquiry is intelligence" (pp: 163-164). Yet, |
consistent with his pragmaé}e and experiential stance; he rejects the
idea of absolute or universal values and substitutes practical inquiry

as the final arbitrator of morality. . . a.

' “Thus, Dewey was not a critical theorist. Although it may be a
mute point when it comes to the compromises of practice, he failed (or -
was unwilling) fo explicitly acknowledge the.profound moral “pragmatic

ot . ’

> ~ . . .
-
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Un{Vé}saj" of his phi1osobhy5 i;e;,fﬁniéstiaiﬁed human reason as the
backhone of experientia1 know1éd§é and action.”; | E |
For us, there is no d1scomfort with Bewey s relativistic pos1t1on;
or the one hand, and a po1nt -in-time stance on va]ue—dr1ven 1nqu1ry on.
- the other.’ Fundanenta] value pos1t1ons in 1an1ry/need not be
-'“god—g1ven"-—— but they need to be exp11c1t and their consequenees,

%
reasoned. Rresent]y, we see the d1a1ect1ca1 tenS1on between the

e

critical and pragmat1c_perspect1vesQas crucial £ the inquiry paradigm
“ ;'prop'osed ﬁer—e. Al thOu;Qh we Wi'ﬁ continue to rel y,ha'amy tjhon the
there can be 11tt1e doubt'as to our-1ndebtedness_to the Beweyan-
1nte11ectua1 trad1t1on of cr1t1ca1 inquiry. ‘
| Consider the 1mp]1cat1ons for schodling if th1s k1nd of cr1t1ca1
1 1nqu1ry were app11ed to taken -for-granted schoo] organ1zat1ona} and
. 1nstruct1ona1 pract1ces, for exampTe, norm—referenéed-test1ng,‘

"curr1cu1um track1ng, or. compet1t1ve c1assroom reward structures. if

kind of soc1a1 rea11ty they 1mp1y made exp11c1t (e g., the nature of
man, soc1ety, and educat1on), and the eonsequences for 1nd1V1dua1s and
’”ciety that fo]]ow from the1r use uneovered, it 1s 11ke1y that they
wou]d ‘emerge as be1ng 1n conf11ct with educators concept1ons of humane
and democrat1c schoo11ng. The recogn1t1on of how these current |

‘practices Serve to constra1n the attainment of a sch0011ng process that

ry

-

~pract1ces po1nted toward actua11z1ng ideal conceptua11zat1ons of what

education-should be. Such pract1ces as cr1ter1on referenced

' //‘- S
PRy




:eth1ca11y defens1b1e5 g1ven the1r human consequence

\
- \
~ S

measurement mastery 1earn1ng, heterogeneous group1ng, and cooperatQVé“

a

“

classroom learning m1ght beeome new]y va1ued as- procedureslmore

]

_

AH thxs, of course; is specu'latwe. Cor'sensus about the '"truth"

of current pracExce and.dectswons about de51rab1e a]ternatvves wou]d

come on1y From_ihe engagement 1n the process of se1f-ref1ect1on and
‘cr1t1ca1 1nqu1ry by these 1n the schoo] sett1ng and on1y then if the
conditions for cr1t1ca1 d1scourse were estab11shed

v‘\ b --'\

For schoo1 peop]e, then, part1c1pat1on in this process wou]d mean

the 1nvo1vement of the school staff in commun1cat1on character1zed by
free exp]orat1on, honest exchange, and non-man1pu1at1ve d1scuss1on of
ex{s%;ngmand.de11berateuy generated know]edge in 11ght of these |

cr1t1ca1 issues: What goes on 1n this schoo]7 Who benef1ts from the

way th1ngs are? How m1ght educat1ona1 practice work toward 11berat1on

- from exp1o1t1ve re]at1onsh1ps and the dom1nat1on of soc1a1 po11t1ca1

and econom1c 1nterests7 How can schoo]s he]p deve]op the capac1ty to

make free and respons1b1e choices about the d1rect1on of 1nd1v1dua1

11ves and the evo1ut1on of soc1ety7 fhe potent1a1 contr1but1on of | th1s_

L.

th1rd phase of. 1nqu1ry to s1gn1f1cant educat1ona1 change 1s prom1s1ng,

for the k1nd of emanc1patory understanding that can come from cr1t1ca1

o

‘ref]ect1on about the schoo] within its society seems necessary tolbu1]d:

* i v

a respons1ve, renew1ng c11mate in schoo]s. ' , ’ ~\§ §
rstandingiof

We argued at the outset of this sgction that the unde

_schoo]s that is Suff1c1ent for fundamenta] 1mprovement must come From‘a

methodo]og1ta1 approach that 1ntegrates these three perspect1ves. This
ent1re process is, indeed, a renewing -process. It leads d1rect1y to
change that is aimed toward attaining a situation where-choices and
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behav1ors are 1ntent1ona], authent1c, and free from constra1nt QUt'“

how can a]] this come about g1ven the rea11t1es of schools and

% scheeling? ~ : . S
. BT v o013 Lo T
Boing Critical Inquiry™™ . : c

N © CL T i
It should come as no surprise that our vision of "doing" critical
inquiry can be likened to wearing three hats at thé Same time: (1 a . _
\top hat represent1ng cr1t1ca1 1nqu1ry and a ded1cat1on to exp]anat1on
and understand1ng on]y W1th1n a normat1ve perSpect1ve that ma1nta1ns a
cont1nued d1a1ect1c between schoo]1ng pract1ces and human 1nterests, v.f

-

“(2) a m1dd1e hat represent1ng hermeneut1ca1/1ntergret1ve 1nqu1ry and a

~

historical and current school events and peopIés exper1ences of those

events, and (3) a bottom hat represent1ng emp1r1ca1 ana]yt1c 1nqu1ry o

-and a‘ded1cat1on to the usefu]ness of descriptive’ (survey type),
exper1menta1, and/or quas1-exper1menta1 methodoIog1es to y1e1d
..1nformat1on of potent1a1 va1ue not’ only,to pedagog1ca1 1mprovement but
'also to further1ng understand1ng and normat1ve critique. .

Furthermore, language and more 1mportant1y, ‘the competent use of .

language 1in soc1a1 discourse, is 1nd1spensab1e to doing cr1t1ca1. f<q$%34
, N
-inguiry. By this we do not mean grammat1ca1 or syntact1ca1 competence.

g

iy f.~

We are referring, rather, to the 1ngved1ents necessary to,apgroach a : “

ke

‘mutual shiring of understanding; trust’ and active enéaﬁement in. the ;qi

- _J.L

:procéss of chénge. Rs we have dlscussed.above ‘Habermans' (1979) - %
notion. of aggroachlng an 1dea1 speecﬁ s1tuat1on prov1des the gu1de11nes i
for this k.nd of competent commun1cat1on. Taken together with the
.svnthesis'lmp71ed by the feregoing ep1stemo1og1ca1 stance, these - _d ’ . -

Q -
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*ggﬁncipTeS'défine an operating made that‘must eventually come to be

Emared and" 1nterna11zedrby allrlnyo1ved

A .

' ;.géYet th1s mpde.a16ne.1s 1nsuff1c1ent to break thrﬁugh the barr1ers

“to change as we have}escnbed;them for schoo1s./ Nitty gritty issues
l1ke contént, 1ntervent1on, 1egltimation notivatﬁon, and 1nd1V14ual
d1fferences, to name just a few, are of no small c0nsequence to anyone

attempt1ng to pract1ce critical inquiry in schoo]s. Why.... because

given the constra1nts 1n the soc1a1 contexts of 1nst1tut1ons, peop]e do

not genera]Jy 1nteract,w1th one another in the way WE; are suggest1n§
they ought to. If they de our proposa] wou]d be not on]y modest, 1t

wou]d be mundane, peop]e concerned with schoo]1ng would be ser1ous]y

cons1der1ng the pedagog1ca1 1mp11cat1ons of their educat1ona1 be]1efs,ﬂh

and renewa] and change would be the "status quo" in schoo]s. ﬁ*""}

This, of course; 1s the u1t1mate change d11emma.‘ The very fact

A\

that a new perspect1ve on inquiry and change s needed guarantees

..barr1ers to the. cu1t1vat1on of this perspect1ve that are-not neatly
$

~accounted for by the cannons of the perspect1ve 1tse1f ; Consider, for

example, the fol]ow;ng scenario taken from our recent experience in
~schools. !t - S

Las Montanas is a small to medium s1zed school d1str1ct (2 senior

high, 3 junior h1gh, and 11 elementary schools) located in a- suburban

area adjacent to a major west. ‘coast urban center. The community

residents range in economic status from the middle. to.:.Tower levels with

" the median family income be1ng approximately- $15; 000. : Roughly half the’

pommun1ty is of Hispamic origin; many recently 1mm1grated from Mexico;

Jess than 5% represent cther minorities'and .thus" Ang]os comprise ‘
approx1mate1y 45% of the commumity. ,. SR

The district is essentially- c=ntra11zed the super1ntendent o

exercises a good. deal of control through a h1gh1y bureaucratized

. organizational structure, All pr1nc1pa]s report to an assistant ..

-" * superintendent. . Each pr1nc1pa1 is responsible for year]y school Fﬂans
which are monitored by the assistant superintendent. Over the 1a
“several years, the super1ntendent has c1rcu1ated pos1t1on papers to a11

-




topic:. These were oriented around the. 1dent1f1cat1on of; and general
definitions for; such notions as principal leadership;. academ1c
erphasis, learning expectations, discipline and control, and actively

engaged learning time. Armed with this information,; principals and -
staff_were: expected to put the1r schools on a d1rec€ course towards

was assumed to be. man1fested in 1mproved standardized achlevement
rankings, particularly by compar1son with other schools of s1m11ar
demograph1c compos1t1on. :

_ Different school. staffs hand]ed this mandate in different- ways.’
For example; at one elementary school; banners were hung with the '7‘
s]ogans,"h1gh expectations" and "emphas1ze academics" in"the library
room. Teachers also began to meet informally to attemps, to f1gure out
Just what 1ncreased time-on- task meant and how they migh r6cogn1ze it’
1n actual operation. ‘

R At Riverview e1ementary schoo], th1ngs went a little d1fFerent1y. :
The principal and staff seemed virtually paralyzed by what appeared to
them to be directionless directives: Riverview had a particularly high
H1span1c enro]]megt of nearly two-thirds with the remaining students.
near]y all Anglos; The ethnic_composition of the staff was nearly the
mirror image: . three-quarters Anglo and ene-quarter. H1span1c (1nc1ud1ng
the principal):_ Riverview's state achievement test scores were low;
be1ng either below or barely within: their normed expectancy intervals
in the basic subjects at both early and upper elementary levels. " In ,
fact, the district, genera]]y, was bare]y Maverage"” relative to other

d1str1cts with 1ts same_socioeconomic character1st1cs. (Bver the

inculcation of scheo] effectiveness, achievement test score averages -
for most schoels rema1ned relatively unchanged )

" Eet's assume that Riverview Elementary could be a more renewing

'_piace for teachers to teach irLEnd for students to iearn~in;:ietis

,assume that there is ample room for school improvement and change and

that our notion of-critical inquiry as developed so ?ar.offers a viabie

-way.to.gb-about'itf How do we become aware of R1verv1ew in the f1rst

piace? How do;they become aware of us?. What makes us think - they want
ns'there or; for that mattér; that they see a need for “co]]aborat1ve
interVentiona" How aré'initiaj ContaCtS madei' Giden<aﬁr\fogg§‘cn the-

~ the d1str1ct_1eve1 are requ1red? How are we (the coJ]aborators) :




- . ) "
\

initially legitimated or seen as credible by the staff? Even.if the
staff perceives a real need how do they become motivated to
participate in the effort? What- are their remards Cn this effort? _

~

Ni11 there be the necessa:y resources ava1lab1e, 1n partucular,-fame?

These are Just some of the quest1ons that come.to:mind as we think of

trying out this proposal for "inquiry and change. in a school setting-
\“/These questions are not meant to be rhetor1ca1 __They arise out of an
attempt to deve]op a mode of pract1ce that ma1nta1ns a comm1tment to be
' cons1steht with our ep1stem0ﬂog1ca1 stance (and the principles and !

processes that f]ow from 1t) wh11e tak1ng 1nto account the

circumstances. of schools and the obstacles they face in seek1ng to

And the 1ist of questions grows rapidly larger as one envisions
the operat1ng perspect1ve of cr1t1ca1 _inquiry doing Just thafi- ‘
:gpgggtlngf—1n the setting of a schoo] What (if any) traits and/or
skills are necessary for ‘collaborators to have?. When and to WHat -
extent is the cr1t1ca1 1nqu1ry process--and cr1t1ca1 theory and
communicative competence spec1f1ca11y—-d1scussed in pr1nc1p1e w1th
staff? What is to be the- substance of cr1t1ca1-1nqu1ry? Must “this.
content a1ways evolve under c1rcumstances of tota] .staff commun1cat1on?
How are soc1o psycho]og1ca1 individual d1fferences handled in- process’
At what points do empirical-analytic and natura11st1c approaches to f

data gathering become appropriate? How are they 6rganizéd and

~ eonaueted5 How are the data synthesiied into the procéss of critique? o

When are- co]]aborators no 1onger needed?
e do NOt Envision answers “to-all these quest1ons that can be o
neat1y packaged and d1ssem1nated 1nvworkshops des1gned to train
L 7
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'"cr1t1ca1 1nqu1rers Eaéh situatton will 1ike1y Be different in-
profound ways and there w111 be a good deal of "seat of the= pants/ '

;fee11hg ~the way" While malnta1n1ng the requisite commitment to the'

proposed epistemology.

Interpreted brcad]y and expanded with what we know from theig‘-

renewal as an 1ntegra1 part of the cu]ture of the schoo] Taken, ;
-9 B . .

the school as the pr1mary un1t of change but recogn1zes that the schoo]i
“does -not ex1st in a vacuum, 2) p1aces school pract1t1oners in the-

‘centra1 dec1s1on-mak1ng ro]e 3) makes 1ssues of values. and be11efs-of

of mu1t1p1e sources z2nd types of data (broad]y 1nterpreted to cover a11

three faces of 1nqu1ry), and 5) prOV1des support from an outside

co]]aborator while tak1ng 1nto account some of the d1ff1cu1t1es an -

outsider faces in‘eStablishing the kind of re]at1onsh1p,we propose with -

tnnse who work in schoo]s " |

The field of educat1on is 1ndeed fertile ground for exper1ment- K .g)ﬂﬁ

ing w1th an app11ed cr1t1ca1 sC1ence, and we are certa1n1y not the f1rst Rt =
to do so. See, for examp]e, the beg1nn1ng efforts by Coomer (1981) in

educational eva]uat1on, Foster (1982) in schoo] adm1n1strat1on, Gitlan (1982)

in teacher educat1on, and Lem1sh (1982) in curriculum deve]opment Perhaps the L

most- systemat1c set of 1mp11cat10ns for the pract1ca1 app11cat1on of cr1t1ca1

"

inquiry comes from Pau]o Fre1re S (1970* 1973, 1978) work in Bra211 Chl]e and e
Guﬁnea B1ssau wh11e fusing "cr1t1ca1 con5t1ousness“ w1th pedagog1es of pre- and

-

post-- l1teracy and the u1t1mute goal of po11t1ca1 awareness and empowerment
. ‘ - -
27 : - _ 6
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Certa1n1y it is ‘'unrealistic to expect that a who]esa]e adopt1on of cr1t1ca1

methodo]ogy developed. in rather blatantly oppressed "th1rd wor]d" nat1ons wou]df';-’.

' necessar11y fit the exigencies of subt]er (but perhaps equa11y powerfu] and

R

+

~

. J 1ife? What prevents-popular -awareness of how
v // “the whole system operates; and which alternatives

destructive) oppressive elements in social” systems such as ours. (See Giroux,

1981 _Ehapter 57) Nonetheless, we. can be encouraged by the'iim{ted "success"

.stor1es such as Shor's (1980) efforts at extrapo]at1ng Fre1r1an 1deas to effect

.commun1ty co]]ege reform in New York C1ty.

-relat1ng to the ro]es of co]]aborator and content in the process of cr1tica1

1nqu1ry Like Habermas parad1gm for commun1cat1ve eompetence, Freire's

the;ideal speech S1tuat1on. Furthermore, 1ike Habermac Fre1re is we]] aware-

of the utopianism inherent in the parad1gm* But as he ant1C1pates 1dea1

Jnterpersona1 d1alogue in the context of,pract1ce, he exp11C1t1y recognizes the

need for democratic, pedagog1ca1 adersh1g Someone {or group) has to enter ,
and. he1p d1smant1e the v1c1ous c1rc1e of what Horke1mer has 1abe11ed "the
ec11pse of reason,“ LR e., the suppress1on (and perhaps repress1on) of human .
1ntrospect1on that ShSF’(T980)-bu1§d1ng upon Aronow1tz s (1977) ana1y51s,-

laments as fo]]ows

The powerlessness and. confusion in daiiy‘11te B
can only be understood through ‘critical th1nk1ng,

yet most people are ‘alienated from their own
conceptual habits of mind. How. come? Why don't

masses of people engage in social ref]ect1ons7
Why isn't introspection an habjtual feature of

‘would best serve human needs? Why/is political
1mag1nat1on dr1ven from common experience? (p. 47. )

Reversing thﬁs phenomenon requ{res pedagogical ?nterveﬁtion and N

‘necessarily sets up an initial teacher-iearnerqgiéhotoMy. Freire =

T 28 :




realistically reconciles this imbalance of pover by demanding a - -~

*self-effacing” stance by the teacher--relinquishing:ritualistic and
symbolic althority. games and integrating into the activities and

 substance of Tearning. Thus the teacher is part learner and the

- “Jearner - is part teacher. This departs’consideraéij'?réﬁ fﬁgtiétiéxivé

properties of the 1d°a1 speech s1tuat1on yet is not, 1ncompat1b1e w1th

\

the psychotherap1st pat1ent mode] used by Habermas for exp10r1ng~ P
und1storted commun1cat1on; And 1t seems to “
notion of a spontaneous utopian 1nteract1on

' va]ue based cata]yt1c 1ntervent1on is a necessary prerequdsite for

here. ' 7 _ .
And as we effect the translation of Freire's "teacher-student/
Student-teacher” paradign to one of "collaborator-teachers/teachers- -
collaborator,” it is imperative that a primary educative function of

the collaborator(s) is one of creative teacher enlightment as to the.

ph1losophy of inquiry itself and the preem1nant re]e of uncenstrawned,

/ normative-critique. Th1s, of course, is central tc Fre1re1an
o a

pedagogy:
= | The prerequ1s1te far (cr1t1ca1 1nqu1ry 1s) a form

of education enabling the people to.reflect on
themse]ves, ‘their respons1b111t1es, and their role

i
o

their very pcwer of ref]ect1on (1973 p 16) i .

-

;
1
i
3

. "Reflection upon reflect1on" is not an agenda 1tem, rather, 1t is a
‘pervas1ve theme 1n the cr1t1ca1 1nqu1r§"p?0ce35 and thereby ma1nta1ns
the connect10n w1th the operat1ng pr1nc1p1es represented in our A . . (

ep1stemo]og1cal stance.
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The Secono 1mportant feature of Fre1re1an pract1ce-—
prob]emat1zat1on-—suggests some strateg1es for generat1ng cruc1a1

content and conduct1ng the never-end1ng,act1v1t1es70f ana]ys1s, syn~ -
thesis and action based upon content. Essential ly, problematization is
the engagement of the group in the ref]ect1ve process of cr1t1ca11y .
ana]yz1ng the tota]kty of the1r exper1ence 1ead1ng to a cr1t1ca1
awareness of it. Th1s cr1t1ca1 awareness empowers the group to a1ter

-

their rea11ty in Tundamenta] ways. Trad1t1ona1 prob]em so1v1ng, on the

.other hand, fragments experience into d1screte puzz]es that_can be »
solved prOV1ded that enough t1me pat1enee and co11ect1ve c1everness'
preva11 Further; it distances prob]em so]vers (outs1de éxperts or the
group 1tse1f) from the1r exper1ence by cons1der1ng these fragments in a.
_purportedly obJect1ve-and va1ue-free process, of prob]em deﬁn1_t1oni

- clarification, consfderationbot'aitennathevsoiutfons; decision=making
on courses of action, evaluation; revision and recycling through the
'parad1gm (See Schmuck et al., 1972). If one squints SUfficfentTy to
blur 1mportant features;, this parad1gm bas a11jthe 1ngred1ents Qf

S Habermas1an and/or Freireian d1alog1ca1 commun1cat1on. But the 11ke11-
B .

apparent when one rea11zes the gener1c identity of the problem- so1v1ng B ;'*

parad1gms and the techn1ca1 ass1stance parad1gms used unsuctessfu]]y by

" ‘.x

;? school interventionist- 1nnovators For years. Notw1thstand1ng éven the "vp;vhhi

5<£$- most well- 1ntent1oned needs assessments, exp]orat1ons of viable alter-

S "y

vnat1ves, part1c1pant dec1s1on-mak1ng, and so. on, these change agent

gfmode1s are essent1a11y asymetr1ca1 and ant1 d1alog1ca1 1n theory and
S

pract1ce.} To s11ght1y paraphase Fre1re (1978 p. 152); techn1ca1

asabstance parad1gms of educational change and 1nnovat1on anesthetxze
\--'.i - u o

i
e




Jom— . r

'schoo1 staffs and 1eave them acr1t1ca1 and na1ve in the face of the1r

L # ~Z -

’ 1

educat1ona1-soc1a1 context. ~\<\,
To reverse th{s'state”of*affairs;‘Freire‘s concepts_of tuning-in,

-_11m1t s1tuat1ons and generat1ve theﬂés, cod1f1cat1on, deqod1f1cat1on

and transformative act1on are powerfu] rubr1cs around wh1ch to effect

T~

‘the transition from critical theory to cr1t1ca1 pract1ce.‘ Yet they 'ﬂii\_;
‘--;must be re1nterpreted to fit the ex1genc1es of schooT1ng We have . R,
‘ begﬁn to cons13er some genera] forms these 1nterpretat1%§s m1ght take, | |
-exp]orat1on and action. . - - . ) —

Break1ng Through

eager tovf1nd ways tc 1mprove educat1ona1 pract1ce, the rea11ty is that .
: schoo]s and the people in them are constra1ned both by the1r
encapsu]at1on in a po11t1ca1 and bureaucrat1c system and by the
‘ asSumpt1ons embedded in their own cultures. Most schoo]s_have long . ' K
histories of participation in in-service prograns and workshops'
designed to prov'ide"'workébié answers" that at best .ha\}é'résuitéd in
temporary rearrangements of the fam111ar. Sehool peopie know; too;
,that adm1n1strat1ve po11c1es prevent; for “the most part, any rad1ca1
a1terat1on of the way th1ngs are done. And of course there are the -
~constra1n1ng rea11t1es of t1me and rewards. =Un1°ss proposa]s for

-

fispec1a1 1mprovement proaects are accompan1ed by substant1a1 prov1s1ons

s

- for both teachers know full we11 that these efforts will be 11tt1e

' more than. pro forma,exerc1s"s.'
' We suggest that the process of €r1t1ca1 1nqu1ry at schoo]s not be

cons1dered as a spec1a1 act1v1ty. Rather, w1th cons1derab1e school,

i




time réguiariy genéa'm.e*a for 'ei'r'iti'ca'i inqu’iry,— bdth’ thé procéss aha ft's

. <= necessary to ma1nta1n and 1mprove the eff1cacy of the educat1ona] '

process; The reward [accrues from the 1nvo]vement of autonomous

profess1ona]s “in an act1v1tv that eventuates 1n their br1ng1ng about

\'\

.fundamental change and 1mproVement.

The key to. the prOV1s1on of these k1nds of t1me and rewards 1s, of
- course, adm1n1strat1ve Support at both the d1str1c+ ahd building

SN 1evelsa Thts support is crucial in. engender1ng 1n schoo] staffs the

v -

be]1ef that %he effort +o be undertaken can resu]t in s1gn1f1cant

k]

1mprovement ' This support however; must be w1th1n the terms of a Jy‘ B
proJect wh1ch is tru]y generat1ve, not one that represents the S R
.N;’1mp]ementat1on of 1deas pre- determ1ned by those at the top. Most o
schoo] staff members are acutély aware of the symptoms of the prob]ems S Q_
they face but few. have cons1dered the br1ng1ng about of fundamental
”cchange—an opt1on ava11ab]e to them for so]v1ng the under1y1ng prob]ems
%';r in the orqan1§at1on and preva1]1ng pract1ces at the1r schoo]s. We
m1ght see them much as Fre1re does Th1rd WOrld 1]]1terates as: part of
"cu]ture of s11ence.f As R1chard Shau]] expands in his 1ntroduct1on

to Frjhre s Pedagogy of the Oppressed o L ;' ) _ ?.“g.‘

~— \7 j
R ‘

5 e the1r 1gnorance and lethargy were the d1rect product

Y - - Do = hels

3 of the whole economic, social, and political: -domination <
! == and of“the paternalism -- of which they were the vic-

j tims. - Rather than being- encouraged and. -equipped to know

and respond to. the concrete rea]1t1es ‘of their. world they

were kept 'submerged' in a situation in which such critical

_"—;fﬂ‘ awareness and response were pract1ca]]y 1mposs1b]e (p. 11)
We can recognize the dom1nat1on and paterna]1sm in schools in the
centra11zat1on of . governance and contro] in sghool and d1str1ct

adnnn1strat1on. _




There a\e’two maJor obstac]es facing a co]]aborator attempt1ng to

“"tune 1n" to a schoo] that has 1nd1cated some 1nterest in an
improvement proaect -- obta1n1ng a .genuine 1nv1tat1on to part1c1pato
with the peop]e there 1n a fundamenta] change effort and break1ng ': :.‘; .
“through the "cu)tufe.of s11ence" in order to begin to determine w1th

them what the crue]a1 prob]ems they face are. Because these two e
“obstac]es are so c]ose]y 1ntertw1ned, overcom1ng them 1s part1cu1ar1y
d1ff1cu1 , Estab11sh1ng rapport at adm1n1strat1ve 1eve1s and secur1ng .
support ng, at 1east approva]) for co11aborat1ve change efforts, is.
UEH&]]y a prerequ151te. But then it is necessary to. work toward a
common understand1ng that *he collaboration prov1des a. ser1ous and
1eg1t1mate poSS1b111ty for those at the schoo] to have a centra]‘ro]e '
in br1ng1ng about substant1a1 1mprovement. In. Saul A]inSky s (1971)
words,."It is when peop]e have a genu1ne opportun1ty to act and- to

change cond1t1ons that they beg1n to th1nk the1r prob]ems through -

then they show their competence, ra1se the r1ght quest1ons, seek

spec1a1 profess1ona1 counsel and 1ook for the answers (p 106) if

Conteiit 1 6 o B
| The. 1ssJe of\the content of cr1t1ca1 1an1ry is not oné that’ can N s

'be ta1ked about as 1f it conven1ent1y came a]ong at one part1cu1ar step' o,
of the process. Rather the 1ssue of eontent 1s a pervaS1ve one. i o I";~

Moreover, the question of what coutent is appropr1ate 1s a v1ta1 one
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co]]aborators have to offer for con51derat1on that can be perce1ved by -
those in scheols as va]uab]e and pract1ca1 and that at the same time
w111 1ead to fundamenta] change’ The Freirian conceptiof.generat1ve
theres prov-(des the. obwous answer. The content of cr{ticai 1-nqu'i}y
cannot be de‘tenmned bj col'laboratnrs but must emerge from their
the sett1ng itself. Through a joint 1nvest1gat1on of the obstac]es 1n
the sett1ng and of the contrad1ct1oﬁs bétween what is 1ntended and what
| is pract1ced the themes that w111 constitute~the content of a d1alogue
of a schoo] 1mprovement program become ev1dent. It is th1s perva51ve
focus on themes that begins to strongiy d1fferent1ate th1s approach to
schoo] change from the more frequent]y dsed organ1zat1ona1 deve1opment
' methods or other "va]ue free" prob1em SOIV1ng models. _
. it is 1mportant to rea]1ze thdt themes exist’ Wherever peop1e
_ attempt to make sense out of their rea11ty, 1nc1ud1ng in soc1a1
. 1nst1tut1ons such as-.schools. Within these 1nst1tut1ons, however,
1arger soc1a1 themes may not be recogn1zed as operat1ng to d1rect and
~ fo limit the way humans structure the1r part1cu1ar sett1ng and 1nteract
with each other._ This, of course, is an 1ntegra1 part of what we
ear11er descr1bed as the conservat1ve nature of the culture of the
schoo] -~ a ‘milieu in wh1cu the most fundamental beliefs and
'-assumpt1ons on wh1ch pract1ce is ba;ed go unrecogn1zed and
unquest1oned "This 1ack of recogn1t1on results 1n an 1nab111ty to see
" that what 11es behind perce1ved constraints are more pervas1ve limiting i
themes. With the exp]orat1on of generat1ve themes as the content of . & - f*

éritical inquiry, those engaged. in thé“process go beyond a superficial,

uncr1t1ca1 determ1nat1on of what the cruc1a1 problems faC1ng a schoo]

W




L, schoo]s, two 1nterconnected processes -- exp10rat1on and act1on -

are: ‘And in this go1ng beyond=-in the exam1nat1on of fundamenta]

assumpt1ons and be11efs--school peop]e are able to determ1ne the

| the perceptions they have about it.

Exp]oration‘and Action .

¢

. Price a géenuine invitation to collaborate has been e&tended by a
school staff to an outs1der, the d1a1og1ca1 process between them can
Begin; This process takes us f1rst to. a f1nd1ng out about the vea11tf
of the sett1ng and a search for generat1ve themes, pr1nC1pa11y through

_co]]aborat1ve 1nvest1gat1on and ana]yses, and leads us through a series

—
—

of cyc]es of act1on and ref]ect1on toward\fundamental change. "In

-4

'const1tute the, act1v1t1es of those involved Tn the change effort. N

Interpreted broad]y5 but specifically for schoo] sett1ngs, these

approach1ng the Habermasian ideal can be engaged in; the conduct of
1nqu1ry 1ncorporat1ng both 1nterpretat1ve “and emp|r1ca1-anaf§t1ca1
1nvest1gat1ons, the cr1t1cal cons1derat1on of concepts and te.chno]ogm¢
firom funded know]edge about educat1ona1 pnoceSses and schoo]1ng, and
the ma1ntenance of a cr1t1ca1 focus on the normat1ve issues thaf
under11e scheoling pract1ces.

Exglorat1on.f The exp]orat1on phase of the cr1t1ca1 1nqu1ry
~process is a series of ongO1ng act1v1t1es engaged in co11aborat1ve1y
. These: act1v1t1es 1nc1ude a w1de range of possnble 1nqu1r1es 1rto the
sch001 context and thev1nterpretat1on of know]edge ga1ned about it.

\

These actIV1£he5(are carried out 1n & cr1t1ca11y reflect1ve way that

k4

1ead cyc11ca11y to actlon and to further exp]orat1on.

v




One appropriate way to begin the exploration process is by
décoding the setting as a whole. This involves breaking it down into
- parts and scrutinizing the characteristics andidua1ity of évéfyaSy :
life. In schools this means a careful examination of things usually
taken for granted--the day- to day act1v1t1es of the pecple who spend
. the1r time there and the structures surround1ng these activities. The
: 1ntent, of course, 1s to begin to 1ook at the schoo] ana]yt1ca11y 1n.-.
order to gain. a new perspect1ve on 1t and eventua]]y to’ beg1n to see
a1ternat1ves to the way th1ngs are done: o Lo L
Decod1ng the schoo] context 1nc1udes both what we usua]]y think of
as‘data co]]ect1on and data ana]ys1s; We-enV1S1on that these
act1v1t1es must encgmpass a broad scope of 1nqu1ry - a11 the "faces
< to enab]e the concept1on of a?ternat1ves and the carry1ng out of
fundamenta1 chahge. Data co]]ect1on,‘1n this broad v1ew would range

-

ifrom~attempt1ng to measure what are appareptfg/observab1e and separab]e

character1st1cs of ‘the schoo] (student,//eacher or commun1ty :

‘demograph1cs, organ1zat1ona1\structures 1nstruct1ona1 strateg1es, and

student act1v1t1es in- the classroom, ‘for examp]e) to gathering the

1nterpretat1ons of 1nd1v1dua1s of the mean1ngs that schoo1 processes

have for them. - But co]]ect1ng dat;%presumes some not1on ps to what
.phenomena are,relevant data. Whether thrs takes the form of

operat1ona11sm as 1n survey quest1onna1res and structured 1nterv;ews or

observat1ona1 systems or the moment to-moment 1nc1us1on/exc1us1on

B dec1s1ons as in 1oose1y structured, anecdota] obseyﬁat1on, some

',.phenomEna will be recogn1zed as data, others will/not. Although not

_1ntended to be restr1ct1ve, ‘the perce1ved obstac]es in the s1tuat10n

-

P
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and emerding generative themes.must help guide the dataﬂFoiiection

process, ’

The data ana]ys1s part of decod1ng, too, would 1nvo1ve a W1de,

range of trad1t1ona1 and non-traditional approaches. However— fancy A
&

-three faces of 1nqu1ry; Most scheo] staff are 1nte111gent adults who ~
are riot trained researchers and-statisticians. More importantly, just
as we have argued the neee's'sit_yi'far staff to develop and internalize
the generative themes of their own circumstance; so.it is necessary for
the data relatéd to these themes to be equally accessible and
‘?nterna172ea* The power of a single perceritage t0'stinuiate productive
d1a1ogue should not be underest1mated q
Cod1f1cat1ons, the concrete presentat1ons of themes or obstacles
in the schoo] sect1ng, a second aspect of exp]orat1on, can both
‘st1mu1ate and resu]t from decod1ng. Cod1f1cat1ons are deve]oped in
_such a way that they dep1ct spec1f1c s1tuat1ons, they are also -,
abstract19ns 1n that they represent larger patterns or themes in the
L:more comp]ex tota11ty of the school. These cod1f1cat1ons are used in
the d1a1og1ca1 process as presentations of problems in the school that

4

" need to be so]ved ‘hot as s1tuat1ons to be eXp1a1ned in ‘the trad1t1ona1

r

didactic modéa This, of course, is quite different from the usual kind
of rieeds assessments engaged in in schools consisting of an inventory

and reporting of problems, rather than a critical dialogue toward their

_ so]ut1on. |
Thus the-fonms of codifications can'vary. Graphic presentations

of data; or a V\deptaped presentation of a classroom incident, or a

| \ ,_°‘ : ., 37 i




) te111ng of a part1cu1ar1y provocat1ve event fp/}examp]e m1ght serve _

“well to encourage part1c1pan¢s to- 1ook fot only at the superf1c1a1 ‘ .

aspects of what is b 1ng represented but to go beyond to 1nvest1gate
and reflect on ihe dEep structure beneath them == to cons1der quest1ons
of how pract1ces came to he and.whose interests are served by them .

educat1ona11y, soc1311y, econom1ca11y, and po11t1cally. Cod1f1cat1ons,

A

- then, serve as cata]ysts for the cantinuance of the renew1ng process.
- >Codifications 1ead -a group in the d1a1og1ca1 process to decod1ng, to @-”'_
the taking of transformat1ve act;on, and to cod1f1cat1ons.of the
altered réaiity that results. In short; a codificazion is the

challenge to the group to cr1t1ca1 reflect1on and action. -

Act1on; {n schools; act1on must be an. ong01ng component of the
cr1t1cab 1nqu1ry process. Th1s action must be,1ntegrated with -

ref]ect1on/through theﬁprocesses of exp]orat1on of the reality 1tse1f

& *
and the meanrﬁ’s attached to it and part1c1pants percept1ons\of how 1t
changes through action. o * .

<
i

Act1ons ‘that are most 11ke1y to bring about~fu1damenta1 k1nds of. :

obstac]es; When seemlnqu 1nsurmountab|e barr1ers are acted upon and

the acts and subsequent changes are subaected to cr1t1ca1 ref]ect1on,'
~ those in schools ?an begin to see themselves ag;aifééfiﬁg_gvéﬁfg fathék
~than be1ng d1rected by them.. initiaiiy; the Eakiﬁg-ﬁari’%h a caﬁefééé'

proaect that changes even 1n some very minor way, the structure of the E

@
even a hopefulness,’ about the poss1b111t]es 1nherent in the process«_n
undérway . - .

) s ‘ c
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L“«Most often, the-first-action-in-a-project-involving schooi people

is the1r act1ve 1nvest1gat1on of the school ‘culture itself 1n an

attempt to 1dent1fy obstac]eS'and themes that constra1n what is done

'there. In other cases an obstac]e may be acute]y and w1de]y perce1ved

. ”Try1ng out" i course of action in attempt1ng to break® through the

percelved obstacle might then const1tute the f1rst transformat1ve |
l

act1on in a school 1mprovement progect In e1ther case cr1t1ca1

./

" self- ge?]ectlon must be. an 1mportant aspect of the act1on 1t<e]f And,

|

.too; the action leads to’ d1a]ogue, the shar1ng of percept1ons and

.ref]ect1ons about both the act1on 1tse]f and the changed rea]1ty that

resu]ts from it.
\

The cho1ce of actions to be taken. 1n schoo]s must be coT]aborat1ve

-ones. Outs1de co]]aborators can in the course of d1a1ogue push a

8

troub]esome and to act on that rather than to respond on]y to current

symptoms of a more fundamental: dlff1cu1ty in the school's- funct1on1ng.

But stay1ng within the understanding of the school’ staff is essential.

Effective action and reflection cannot take place when proposed
problems’ are not, perceived as real by those in the school. In some

instances it may take a series of cycles of action and reflection

before basic school Structures; organizational and behavioral patterns,

or basic assumptnons about schoo]1ng are seen as appropr1ate targets

for change efforts. Saul A]1nsky (1971) speaks to this aspect of fhe

'eollaborat1ve proaeet A11nsky, like Frenne 5 stuggests that the

~ problems asWell. He writes, "

'.so]v1ng of a part1cu1ar prob]em will 91Ve r1se not anly 10 new

percept1ons oF‘rea11ty but to the awaneness of more fundamental

gy
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- 1ife and death will soon be forgotten; and changed situations will.
change desires.and issues" (p. 107) and that '

_ : -An okgéﬁ%zE? knows .that 1ife is é,éééﬁéfrsﬁf?tiﬁg

B desires, changing elements, of.relativity and un- ..
certainty, and yet he must stay within the exper- ' -

jence of the peaple he is working with and act-in

- terms of specific resolutions and answers, of de- o

finitiveness and certainty. To do otherwise would o
be to stifle organization and action..: (p. 107).

‘What is absolutely essential is that §éﬁao?_éﬁaﬁ§é‘éffarts belong to

the school staff itself, not to the collaborator: 'Tﬁ;,sta%%'must'viéw‘ f*
itself as sienaing'theo& and practice, action and reflection toward
transforming their school into a renewing place.. They must always

remenber, as Dewey (1929) tried to tell us over half a century ago,

that:

Education is by'its nature an endless circle . :
-pr_spiral. It is an activity which includes
science-withinJitself.Initsvery-proeessit
~ sets more problems to be further studied, which
then react into the educative process to change
~4=€ti11 further, and thus demand more thought, . =
more science, and so on, in everlasting sequence. (p.77):

Wé viotild add, of course, that the "science" Dewey refers to be a

critical one.
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upon antithetical prem1ses.

%

Concluiding Remarks

' We B’éga'n this inquiry with a small critique of the socio-political

context w1th1n which the "crisis of schoo]1ng" h1stor1ca]1y and cur= -

rently ex1sts. Ve continued this cr1t1que ”?th a more spec1f1c

3 dnalysis of the cultural circumstances o?.sch0011ng anu thé ways in

wh1ch schoo]s have come to adapt to their context. Schooi.renewei and - .

the potent1a1 for change jg;/then argued; must have tts basis in
cr1t1ca1 1nqu1ry == an ongo1ng comm1tment to aﬁfést?aihea-diSeour;é
around existing and purp051ve1y accumulated knowledge.‘ Finaiiy, thé'
pract1ca1 rea11zat1on of this feat, requ1red the translat1on of these
ph1losoph1ca1 préemises to.human s1tuat1ons h1stor1ca11x cond1t1oned

~

“The resu?t -= a set of work1ng pr1nc1p1es and processes str1v1ng

;Standing, and‘treat.deC1s1gn-mak1ng and action as format1ve,processes.

You ask: So what's new? .  : Hasnit the 1ast;haif decade or so of
1nvest1gdt1ons into what went wrong W1tbe & D= type 1ntervent1ons
révealed S1m11ar 1mp11cat1ons for work1ng with schoo]s7 - Do notv
the findings from co]]aborat1ve research stud1es essent1a11y converge
to these same racommendatwns’f‘15 ) |

' Of course; the answers are both "yes." But it should be, ciéér’ét

this po1nt that these “ru]es of thumb" in he1p1ng peop]e he]p them-

selves need not,be emp1r1ca11y d1scovered through tr1a1 and error




_1mp1ementat1ons of technoTogicaT1y derived’solut1ons for other peop]e s
prob1ems. In fact, that this has been the road to d1scovery of these

work1ng pr1nc1p1es only test1f1es further to the paroch1a1 avenues of

\__

’1nqu1ry along which eﬂucational researchers and pract1t1oners have far ’
too long Iabored To Be,sure, it is sat1sfy1ng to see congru1ty ‘
between (ccommenaations from current strugg]es in co]]aborat1ve
research and postmortems on pr1or failures.: W1th those emerg1ng from cur

cr1t1ca1 analysis of school1ng. But most 1mportant1y14thesef"ru1es of

- thurnib" can now beeseensasslqg1ca1 consegggpces of a nﬁep1stemolog1cally_..

’ 1nformed theory offpractlce. ~

¢ Over ten years ago, in react1on to the prev1ous fa11ures of

) educational reform and 1n ant1c1pat1on of the ones yet to come; the ,
yearbook theme SeTected by the National Soc1ety for ‘the Study of |
Ed'cat1on was the "ph1losoph1ca1 red1rect1on of educat1ona1 research"
(Thomas, 1972) Pers1stent views in this co]]ect1on of essays centered
around- pleas for 1ncorporat1ng va]ue Judgments, normat1ve—based para-
d1gms, and the 11ke, as fundamenta] 1ngred1ents in the conduct of

‘édncationai researCh and change. Quotes by Dunke] and by Holms are

s \
illustrative:
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Some kind of normative base-must-be—found—f—7—— T

education is to be more than a mindless technelogy,

* heeling in the breeze of every whim or rheterical .
blast. The rather abortive state of curriculum and
counseling -- to name only two educatioral fields ---
is due in large part to their lack of an adequate.

- normative basej once certain very proximate ebjectives:

are stated; discussions and arguments fade out or

" are converted into oratory. At present; educational
psychologists; educational sociologists; and the .
rest tend to take their data from -that general area
of activity called education. But as the preceding.

pages have sought to show this stance construes both™ -
_ the"educational" of their title and “"scientist" in
. a.yery'narrowrwayé ) : S 7 .
. (Dunkel; 1972, p. 93). 7
..sif empirical studies are to be scientific and of \. ./
~ practical value, empirical measurements presupposes . ‘
theories: The latter help us to analyzes manipulate, . .

and even manufacture "facts." The important theories

iﬁfédﬁéatiéhai.YéSéarchgargfng[ﬁéiiyé”iﬁ that they o
~ imply cenceptions of culture and society. An inte- -

gral part of empirical research is; in my view, prior

conceptual analysis of these conceptions and theories.
Without this we are charlatans -- not scientists. ‘
' (Holms; 1972, p. 216)

Little in the way of redirection has occurred during the inter-

vening-decade -- if anything; there-has probaby been some regression

" back to the mythical sanctuary of the "ﬁaﬁd“ écientific'éféﬁééL We

hope that this :paper can be added to the growing 1ist of those offering

sound conceptual and practical reasons for resisting this temptation

'and

éﬁd'éqﬁtinuing'thé-diéTééEié'éfbuhd-mere flexible, sensible,

practical methods bflsoéiéi_ihdﬁi%y and school renewal.
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_ Footnotes = =
1.- Much research' and development effort has spawned;po;eﬁ%ially , ;
N . useful educational technology for school improvement--criterion-
referenced measurement, mastery learning, and.micro-computer .
. —applications, to mention just a few. And, in arfative . i .
handful of districts and schools,. some: 0f this technology = '
has even been put into place--but only after years (usually I
over six and ypwards of ten to twelve) of concerted effort, . -
- usually spearheaded by an "idea champion” who is'willing to .
‘endure the entire spah of developmental effort. (See the studies
- by Bank & Williams, 1980 and 1981.) But the.larger pictire of
educational change and school improvement is 'a dismal one. "See,
for example; the conclusions of the Rand study (Berman and -
. McLaughlin, 1978); which comprehensively and systematically docu-.. .
" ments the failures of the major, federally sponsored, improvement -
efforts driven by R & D perspectives on innovation and change. -

2. We must strongly emphasize at the outset that our use of the term
: critical throughout this monograph is not meant to be criticizing
or negative in function. Cértainly we are unfavorably impressed. -
with some crucial aspects of schooling, for we have.undertaken -
this current effort. But the idea of critical inquiry, as we will
‘develop it, can be equally positive or negative in principle. .It:
depends upon the attitude of the ingquirers. In-practice,'we ¢
prefer to see the cup half full rather-than half empty. - .-
3. See the analysis by Goodlad (in press). € o : B

4. For more documentation on this point, see Sirotnik (1983)

’ . - R R it 2 B el Bt ey | - P |
" 5. A more comprehensive presentation of our proposal for critical

inquiry can be-found .in Sirotnik and Oakes (1983)..

6. While the school fust be viewed as the primary unit of change,

this does not mean that individuals--students; teachers; '. = -
-administrators, support staff; district staff; parents; and othér

_significant community members--are irrelevant to the change ¥
“efforts. Rather, it means that for change .efforts: to bé N

successful the critical dynamics in-all levels of the ééﬁﬁéliﬁx—'
enterprise--individual,’ instructional, institutional,communa??\é
and societal--must be confronted where they come ;together, at th

. Tocal school; " For a discussion of the genesis of this approach to
renewal at.the local school level see Heckman, Oakes, and Sirotnik -

(1983). ' ) | o
7. Kerlinger's (1973) presentation is representative of the hundreds

A . :

of methods commonly referenced in educational research.

8. Originally, "hermeneutics" referred to the interpretation of {

historical text (especially biblical writing);. but, philosophers




10.

©11.

12.

13.

" have argued ts.analogous usage for the jnterpretation.of social ...

,,,,,,,,,, ’

phenomena (e.g., Taylor, i977 and Ricoeur, 1977).

We use the tefm “ideclogy” here in the specific political semse '
referring to hegemony. In this sense; critical theory can_then be
said to.be "nonideological." In the general sense_ of ideology,

i.e., values and beliefs, critical ‘theory is certainly value-bound
to the concept of unrestrained or emancipatory:.inquiry: ‘
The more outstanding differences include (a) complete rejections

~ of traditional {inquiry paradigms by some in contrast to'a more' .

tolerant (but critical) stance by others and (b) a pesition of
universal or absolute truth held by some as compared\with a more
relativist stance by others allowing the possibility. 8f truth te

be determined by its historical context.  Since we will be taking

a "critical pragmatic" position, these debates are interesting,
but irrelevant for practice: T
We are.not suggesting that this is Habermas' inglination. In =—

fact, he has stated his intent as follows: "I am concerned with -
knowledge-guiding interests which in.each.case form :the basis for
a whole system of inquiries: _In contrast to positivistic .

_self-understanding, 1 should like to point out the connection of

~empirical-analytic science with technical interest$ in acquiring

Knowledge, - But this has nothing to do with 'denunciation’:. ..

On the contrary, I regard as-abertive, even reactionary, the
attempts which characterized the old methodological dispute, -

~namely;. attempts to set up barriers from the outset in order to

remove certain sectors altogether from the clutches of a certain =
gypewqf)researCH." (Habermas; 1974; a$ quoted in Bernsteinl, 1978,
p. 194: , RGN '

One example of the blurred distinctions is in our analysis above. -~
pertaining to naturalistic /hermeneutic inquiries. :. For Habermas
(1971); knowledge acquisition in.this domain has:a "practical®
(not controlling) interest because of its potential to attain
Maction-oriented mutual- understanding’ == Efﬁﬁf?aaa for critique,

" .but notcritique itself.. Obviously, however, the potential also

exists for understandings that are obdurately resistant to
empirical-afalytic study to be powerfully predictive and

" controlling® Aspects of the inquiry and relationship between.

psychoahalySt;gnd.patieht is a case in point. - :
.Buring the writing of this paper, a new .book by:Ann and Harold
Berlak came to our attention. The Berlak's volume Dilemmas of =
Scheoling: Teaching and Social Change, 1ike our work, approaches

the_problems of school from a critical perspective and suggests a = -

collaborativé approach to inquiry®into these problems directed &

toward change. The Berlak's chief contribution is the explication

of "sixteen dilemmas of schoolingy making explicit the assumptions
underlying them, and demonstrating their usefulness"(p: 25)- "The-

Berlaks propose the use of these dilemmas and “dilemma language” :.

"for analyzing the origins and ConsequenCES,0f;§¢h9211@9 patterns,
thus the contributions of schooling to social continuity and - -

ST
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change——s———and_for-engaging-in critical inquiry into.the.
nature of-the schooling experience and ‘the possibilities and

.d ability of making changes ‘in classrooms and,schoo]s?”§piﬁzsf;

Dur primary purpose here has been to establish the epistemological
basis for the process we call critical inquiry and deriving the
consequences for practice. Readers may wish to consult the Berlak
book for an approach quite compatible with our inquiry perspective
and purpeses. ‘ R ' -

Although the following school and district scenarios are based

upon the authors' experiences, all names and certain inconse-

quential details have. been fictionalized.
see the "mitual adaptation® concept in Berman and MeLaughlin's '
(1981) work and the comprehensive review of collaborative research - -

principles by Ward and Tikunoff (1982).
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